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Abstract
In this article, we present findings from our qualitative, self-study research on the development and
implementation of two course assignments (community asset maps and oral histories) designed to
support practicing teachers’ praxis in working with English learner (EL) students within the context of
family and community engagement. Providing an example of how English to Speakers of Other
Languages (ESOL) teacher praxis might be developed, findings are framed by our Community Asset
Inquiry model. This model, grounded in equity literacy and transformative family and community
engagement supports teachers’ development of praxis in support of an asset-based approach, deep
knowledge of school communities, critical understanding of the local/global issues that impact those
communities, and ways to advocate for EL students and families that leverage strengths, assets, and
knowledges. This research addresses the following questions: How does the Community Asset Inquiry
model support our work as teacher educators committed to equity and social justice for EL students?
How does the Community Asset Inquiry model support M.Ed. TESOL teacher candidates’ praxis in
working with EL students within the context of family and community engagement? Implications for
ESOL teacher education, in particular in online settings, and application of the Community Asset
Inquiry model are discussed.
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How do teachers learn to position themselves as advocates for P-12 English learner (EL) students in the
U.S.? We know it is critical that students in a Master of Education (M.Ed.) in Teaching English to
Speakers of Other Languages (TESOL) program have guidance and support as they develop a teaching
practice that includes a focus on student, family, and community assets and strengths (Russell & Richey,
2017). Many teachers come to the profession unprepared to draw on the strengths and assets that
culturally and linguistically diverse students bring to school (Elfers, Lucero, Stritikus, & Knapp, 2013;
Gandara, Maxwell-Jolly, & Driscoll, 2005). A goal as teacher educators in a fully online M.Ed. program
in TESOL is to support teacher candidates to form an advocacy-stance for EL students. This is
accomplished through a focus on the development of equity literacy (Gorski & Swalwell, 2015; Gorski,
2014; Gorski, 2016) and supporting students as they make connections between theory and practice –
in effect, praxis (Garton & Edge, 2012). To understand this intersection, in this paper we examine the
implementation of specific course assignments in a M.Ed. TESOL program designed to engage teachers
in praxis.
Through a presentation of findings from our self-study research, we propose our Community Asset
Inquiry model as a framework for supporting transformational teacher learning. We argue that the
Community Asset Inquiry model can be used to develop and support English to Speakers of Other
Languages (ESOL) teacher praxis in support of EL students, families, and their communities. Our
guiding framework for the M.Ed. TESOL program is framed by aspects of teacher reflective practice,
along with teacher expertise, knowledge, and capacity for inclusive practices for EL students. As teacher
educators in a M.Ed. TESOL program committed to equity and social justice for EL students, we
wanted to understand how the Community Asset Inquiry model could undergird our work.
Additionally, we were interested in how the Community Asset Inquiry model could inform how teacher
candidates in the program develop the capacity for praxis in support of EL students, families, and
communities. Thus, our analysis in this article focuses on the following questions:
● How does the Community Asset Inquiry model support our work as teacher educators
committed to equity and social justice for EL students?
● How does the Community Asset Inquiry model support M.Ed. TESOL teacher candidates’
praxis in working with EL students within the context of family and community engagement?

Background
In this section we provide an overview of our theoretical framework and the relevant constructs that
support the Community Asset Inquiry model as developed through a specific graduate-level TESOL
course at our university. We draw from the overlapping theoretical frameworks of critical pedagogy and
equity-based approaches (Shor, 1992), asset-based teaching models (DiGiacomo & Gutiérrez, 2017),
culturally relevant (Ladson-Billings, 1995) and sustaining pedagogy (Paris, 2012), funds of knowledge
(Moll, Amanti, Neff, & Gonzalez), and family and community engagement (Allen, 2007; Epstein,
2010) as a framework for our online M.Ed. TESOL program (see Appendix A). Graduate students in
this program use their own professional context and classrooms as sites for inquiry, curriculum, and
pedagogical practice and growth as they move through the program. A major advantage of this
approach is that students utilize local teaching contexts for their assessments/assignments in real time as
they progress through the program, effectively tracking their own engagement as teachers, researchers,
and advocates that engage in praxis. While our students tend to be clustered in local school districts, the
online format of the program allows for an accessible graduate program for students in more distant
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locations, including internationally. Asking students to take a contextualizing, grounded approach
positions them to transform their engagement in real school communities (Zeichner, 2010) and build
critically reflective praxis (Garton & Edge, 2012) in real time. This facet of engaging locally with real
school communities for the purposes of teacher learning and education, aligns with current models of
preparing teachers to engage with communities as a transformative learning experience (Zeichner,
2010; Zeichner, Payne, & Brayko, 2015), as well as adds to the literature by focusing on practicing
teachers that are already teaching and working in schools. Moreover, our theoretical framework posits
that family and community engagement are essential components for the successful development of
collaborative skills, knowledge and attitudes necessary for the creation of and advocacy for inclusive
classroom communities. Collaboration and engagement are broadly defined and include understanding
diverse families and communities in sociopolitical and global context, communicating effectively and
compassionately with families, building relationships with families and community members, and
advocating for learners and their families (Epstein, 2011; Lawrence-Lightfoot, 2003).
For this study, two cohorts of graduate students in our online M.Ed. program utilized the theoretical
framework and completed two major assignments as the foundation for their work as community-andschool advocates—the community asset map and the oral history project. These two major assignments
allowed students to start to paint an asset-rich portrait of their school communities as they envisioned
their roles as leaders and advocates for linguistically and culturally diverse learners and families (see
Russell & Richey, 2017). We encouraged students to use the lens of appreciative inquiry (Cooperrider
& Whitney, 2005) as it had the potential to shift their methodology from one of searching for deficits to
one that allows for discovering strengths. The appreciative inquiry model (Cooperrider & Whitney,
2005) provides the theoretical and methodological framing for students’ engagement in their school
communities (often in schools where they have taught for several years) with the aim of transforming
their epistemologies, inclusive practices, and modeling of multimodal literacy practices and
representation. Readings for the course included: The Essential Conversation: What Parents and
Teachers Can Learn from Each Other (Lawrence-Lightfoot, 2003), Creating Welcoming Schools: A
Practical Guide to Home-School Partnerships with Diverse Families (Allen, 2007), and a series of
articles and other resources that supported students’ engagement with theory and scholarly, assetfocused approaches to school-community relationships. Additionally, our students engaged in weekly
critical and reflective discussion spaces online where they were expected to interrogate some of their
taken for granted notions about families and communities. It should be noted that this particular course
was positioned after students had completed coursework on culture and diversity, critical pedagogy,
and several courses on language and literacy.

Praxis, Equity Literacy, Transformational Community Engagement:
A Framework for Advocacy
This research draws on three main theoretical concepts: praxis (Garton & Edge, 2012), equity literacy
(Gorski & Swalwell, 2015; Gorski, 2014; Gorski, 2016), and transformative community engagement
in teacher education (Zeichner, 2010; Zeichner, Payne, & Brayko, 2015). Praxis in language education
to support online learners in TESOL programs is not just about “applying” theory. Praxis is engagement
in theorizing in local contexts. This self-study presumes praxis for both the teacher educators involved
in this research of their own practice, as well as praxis for the M.Ed. students that are emerging TESOL
teacher leaders. By inviting students to engage authentically with their communities, make connections
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to theory, and reflect on the dynamic interplay between these activities and what this inquiry meant for
their teaching practice, we supported this notion of praxis in language teacher education.
Additionally, this study relies on the concept of equity literacy. Gorski (2016) refers to equity
literacy as, “…cultivating in teachers the knowledge and skills necessary to become a threat to the
existence of inequity in their spheres of influence” (p. 225). Specifically, equity literacy involves
recognizing inequity, responding to inequity, redressing inequity, and sustaining equity efforts (Gorski,
2016). We argue that this study of our practice as teacher educators advances the growing body of
research equity literacy in practice.
We finally seek to understand how this study can contribute to TESOL teachers’ transformational
community engagement, which has yet to be studied in great detail. Drawing on conceptions of
transformational learning in teacher education, we rethink school “field” experiences, including
community engagement, to transform teacher education. This stands in contrast to the notion of simply
knowing academic and school knowledge, instead drawing on the assets, strengths, and ways of
knowing about students outside-of-school lives and communities (Zeichner, 2010). By transforming
community engagement, we encourage candidates to engage in “crossing boundaries” in hybrid spaces.
Further, we seek to support teacher candidates in TESOL in a democratic process where who is an
“expert” and what types of knowledge count are critically analyzed and questioned (Zeichner, Payne, &
Brayko, 2015), as we support students in the process of becoming TESOL teacher leaders who are
engaged in ongoing praxis and reflective practice. We argue that the convergence of these concepts
provides a foundation for the formation of an advocacy stance where justice, engagement, and action
become essential for teachers’ practice.

Methodology
Utilizing an interpretivist case study (Yin, 2014), recognizing that multiple meanings and realities exist
and are informed by our own researcher subjectivity as social justice and equity oriented teacher
educators, we focused on the examination of transformative pedagogy for teacher candidates (Pillay,
2015) to improve access and equitable outcomes for EL students. Transformative pedagogy in this case
is examined through the analysis of the implementation of and two new assignments, a community asset
map and an oral history project, grounded in the theoretical frameworks described above.

Setting and Participants
At the time of data collection for this study, both authors worked as TESOL program faculty members at
a large Southeastern regional comprehensive state university striving towards R2 status. Both faculty
members had prior TESOL teaching experience in P-12 and adult education contexts in the United
States and abroad and had been working together as TESOL teacher educators for four years. Our
university had been the largest producer of P-12 teachers in the state and was regularly lauded for
teacher education and community engagement efforts more broadly. Along with a focus on research
and community engagement, this institution, as well as the teacher preparation program where we
worked had developed numerous online programs and courses. Our M.Ed. TESOL program
transitioned into a fully online program over the course of a few years (2013-2015), and we were able
to offer a few new courses online, including the course that contextualizes this study—“Collaborative
Practices in Schools and Communities.” Additionally, as both participants and researchers, we
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recognized our own subjectivities and in order to yield a trustworthy analysis, we reflected on our biases
and assumptions as TESOL teachers and teacher educators through individual reflective memos
completed during data collection and analysis.
We chose this course for study because it presented a rich case (Yin, 2014) for examining how inservice teachers in an advanced graduate program could transform extant family engagement efforts
into theoretically-grounded advocacy. Additionally, we theorized that “field” experiences for online
graduate students needed to be thoughtfully examined to be iterative learning experiences for our
students (and for ourselves). We selected two of our earliest cohorts of students (N=18 students) for
this study as they comprised a purposeful sample (Patton, 1990) for both their geographic locations
(with few exceptions these students taught and lived in the nearby counties that comprised both urban
and suburban school districts with varying levels of racial, ethnic, and linguistic diversity) and their
background knowledges as practicing classroom teachers. Our sample represented teachers across the
P-12 continuum and included a variety of content areas, specialists, and teaching responsibilities (e.g.
ESOL specialists, secondary content teachers, elementary classroom teachers, grade level leaders). This
course, positioned as it was at the end of their graduate programs, was a space for students to draw from
their previous course readings, projects and reflective/philosophical writing. There was parity in
instruction in both classes, as both teacher educators shared the same online course modules, resources,
and syllabus that had been collaboratively created during the course development and instructional
design process.

Data Sources and Analysis
Data sources included M.Ed. candidates’ work samples of the community asset map and oral history
assignments from two different M.Ed. cohorts (see Appendix B for assignment details), reflective data
on the implementation and final products from the assignments, reflective writing completed by the
candidates a year later in their capstone courses, and co-constructed memos from both
researchers/teacher educators throughout the process. This data collection period covered a two-year
time period. While limited in scope, all data sources used in this analysis either directly related to the
implementation of the community asset map and oral history assignments or referred back to the
influence of these assignments vis-à-vis reflective writing. Despite the limitation of utilizing a bounded
data set, we were able to focus on the influence of the implementation of these particular assignments on
teachers’ understandings. Drawing on our program’s theoretical framework explicated above and
principles of appreciative inquiry (Cooperrider & Whitney, 2005), we purposefully worked to add
more depth and rigor on the topic of collaboration, broadly defined—moving our assignments with a
focus on collaboration from strictly a classroom or teacher-to-teacher activity, to one that included
engagement with the broader community both inside and outside the boundary of the school. That is,
we wanted to see our candidates transform their pedagogy to include community engagement inside
and outside the school walls, and we wanted to re-define, historicize, and challenge those “walls.”
Further, we wanted teachers to understand what it means to take an asset-based approach to teaching
and build bridges with EL students, families, and communities through engagement with new literacy
practices (see Russell & Richey, 2017).
Ultimately, we wanted candidates to understand collaboration within a broader context and as a
tool for advocacy. After the course was up and running, we each had the opportunity to teach the course
with a cohort of our M.Ed. candidates over the 2015-2016 academic year. Utilizing inductive data
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analysis that is ongoing and iterative, we allowed for the emergence of codes, categories and themes
(Glesne, 2006). Inductive data analysis included both researchers coding of the entire data corpus, as
well as iterative analysis of primary data samples from both of the assignments under investigation.
Codes emerged from both the data set and our theoretical framework (e.g. teacher reflection,
pedagogical transformation, community assets, praxis). The findings identified in the analysis of
candidate work samples were further triangulated with co-researchers’ reflective data (e.g. coresearcher dialogic reflections, co-constructed memos, individual reflective memos). Through iterative
data collection, analysis, and triangulation we ensured that our qualitative methods were both
trustworthy and reliable by basing interpretations and findings on what emerged from the data corpus
(Shenton, 2004).

Community Asset Inquiry Model
Empirical findings are framed within the context of our proposed model, the Community Asset Inquiry
model, that emerged through teacher educator self-study and qualitative data analysis. The Community
Asset Inquiry model supports the development of teachers’ equity literacy through transformational
community engagement. We propose this model to generate an improved understanding of how
community assets can be incorporated as critical components of teachers’ work as advocates for EL
students. As seen in Appendix C, assets and strengths found within communities are at the heart of this
model and guide the inquiry. Teachers come to understand that there is a dynamic process in which
there is interplay between what resources exist in the community (both social and physical), what the
community needs (e.g. recreational spaces, playgrounds), and what the community desires or wants
(e.g. accessible parent meetings). The process of understanding the dynamics at play within and around
communities and knowing how to draw on these strengths and community desires to positively impact
engagement between families and school is what we refer to as Community Asset Inquiry. The process
of taking a deep dive into the community, both people and places, facilitates relationships,
communication, and deeper connections between teacher, student, social emotional learning and needs,
content, and instruction. The notion of who defines community strengths and assets comes from
community members themselves and is interpreted through the lens of equity literacy by the teachers
themselves. This iterative process of who gets to define community assets supports the process of
Community Asset Inquiry. Moreover, the model is further situated within the context of historical and
structural issues that comprise community boundaries (e.g. public transportation routes, red-lining,
gerrymandering, gentrification, etc.) and these structural constraints are integral to how we refer to the
“community.”

Findings
The Community Asset Inquiry model enables us to unpack our findings in ways that illuminate our
work as teacher educators engaged in self-study, as well as shed light on how teachers in the M.Ed.
TESOL program developed their capacity for praxis as advocates engaged with families and
communities. As an online graduate program, assignments were designed to support teachers locally
and within the context of where teachers were situated in their teaching and advocacy work. To support
teachers as they developed their knowledge and engagement in praxis, embedded scaffolds included
engagement with readings, webinars, and video clips. Additionally, teachers watched video clips
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connected to family and community engagement and advocacy. Connected to each of these
instructional opportunities, teachers reflected, discussed, and developed a broader repertoire of skills
and knowledge.
Work samples were collected across two cohorts and two academic years. The data were analyzed
and triangulated along with co-researchers’ own reflections. Three main themes related to the
development of praxis, equity literacy, and transformative community engagement emerged, with a
focus on EL student advocacy spanning across the findings.

(1) From community knowledge to advocacy: Through engagement with families and
community members new ideas about assets and advocacy emerged.
Students in the M.Ed. TESOL program who did not live in the communities in which their schools were
located found themselves with limited understandings of the local resources and contours of these
communities beyond the geographical. The community asset map and the oral history assignments
allowed students to reflect on this prior knowledge and to examine the mismatch between their two
worlds and to think about the interstates and roads that connected them. In order to complete the
community asset map, graduate students had to bike, walk, and drive inside the community, talking to
business owners, looking for spaces where families gathered, and uncovering community resources.
Initially, students reported that they were not finding much of interest, instead detailing deficits (such as
the lack of green spaces or the existence of chain grocery stores). One student stated:
Living in this community for over 12 years and being married to a Mexican immigrant, I
felt like I knew the resources of this community quite well, but my attitude was definitely
a deficit perspective. I looked at the visible resources and thought that they were pitiful
at best; that we could do better here in the U.S. The soccer fields looked worn, housing
was shabby, and I thought most of my students did not have transportation.
For this student, completing the asset map provoked new appreciation and critical reflection on
earlier deficit-tinged assumptions about her school community (i.e., “worn” soccer fields, “shabby”
housing, etc.). With a new analytic lens developed through engagement with course content and
reflection, students cataloged assets and resources as they completed their asset maps and oral histories
of a community member, taking special note of how language played a part in representation and access,
such as seeing multilingual signage outside community grocery stores or noting a new literacy program
for families at a local library. Another student noted:
In the process of creating this community asset map, I had a deficit perspective when I
looked around my community. When I started building the list of available resources, I
began to realize that Lake Pitzer2 was actually very rich in resources.
Noting the issue of power and access, one student provided analytic comments about how immigrant
families exercise agency—both in maintaining home culture and seeking out resources in the community
that gave them access to power in the larger society. This level of theorizing about the community in a
nuanced way provided students with the space to pause and think about how the “local” (in this case,
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their school community) is impacted by larger political and economic disparities and how community
members resist or attempt to transform their lives. She stated:
The community has challenges, but many assets are available to families. Some assets
enable them to maintain their culture, but others help them access the structures in this
society, which will give them power.
This comment, profound and telling, reveals the process by which students in this online TESOL
program were developing their advocacy stance as they became more grounded in community
knowledges and seeming contradictions. Moreover, students were able to think more critically, then
articulate more clearly, how geographic and social boundaries were operating in these complex and
vibrant contexts.
Furthermore, this finding highlights the connection between engagement with the course
assignments and our theoretical Community Asset Inquiry model. As students reflected on completing
the community asset map and oral history assignments, they made connections to theory and course
readings. As one student wrote in a blog entry:
In addition, in learning of different things in the community I'm able to see the need in the
community, which allows me to provide mutual support for parents (Allen, 2007, p.152) and
hopefully one day advocate for their families.
Ultimately, as in-service teachers improved their knowledge of the people and communities in which
their schools were located, while at the same time participating in theoretical discussions and readings
for the course, they were increasingly motivated to take action, or consider what they might do in the
future. Through reflective writing and completion of these course assignments, teachers reported an
increase in critical and innovative thinking related to assets and advocacy.

(2) Teachers began to make deeper connections between their teaching and advocacy,
understanding that as teachers of EL students, the two are inherently connected.
The M.Ed. TESOL program places a strong emphasis on developing teachers that are strong leaders
and advocates for EL students, their families, and communities. Getting to the point where teachers
recognize their agency and the connections between teaching and advocacy takes intentionality and
requires scaffolding. This scaffolding took place through course design and in the development of
assignments that encouraged students to consider their roles as advocates. Through this process,
students came to better understand the role of advocacy in their teaching, both for themselves and in
their work with families and communities. One teacher reflected on her understanding of advocacy
when it came to supporting families in her school:
Our school does a wonderful job advocating for our families and provides resources to help
them advocate for themselves. Mrs. Rhodes [Bilingual Parent Liaison] and the entire office staff
scaffold the advocacy for parents and students.
This idea that advocacy could be scaffolded for parents and students in this context is a key finding as it
sheds light on the inherent responsibility to meet families where they are and to provide them with the
tools they need to be successful in navigating the terrain of schools in the U.S. Other teachers had similar
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insights. One teacher noted, “Teachers should work to build relationships with families in order to build
their advocacy capacity.”
Teachers reflected that as their own capacity for advocacy was being developed, they were also
recognizing the need to scaffold and develop the capacity to advocate with their EL students and their
families. This, in turn, reflected in their work as teachers in multiple ways. For instance, a teacher
described how she approached interactions with families at parent conferences. She stated:
Some parents think they can't help their children because they don't speak English or they don't
have internet or money. These are very common explanations that I hear from parents [about
lack of involvement]. I always let them know that those things don't matter and give them tips
and advice on how they can help their children.
This is a clear example of tangible steps that the teacher was taking to engage with families and provide
access to information that they might otherwise not have available. This advocacy work contributed to
the families’ advocacy capacity. Resultingly, the teacher was able to make connections with families and
demonstrate equity literacy (Gorski & Swalwell, 2015; Gorski, 2014; Gorski, 2016). This teacher
empowered families in her sphere of influence to recognize their value and what they bring to the
partnership.
Through the Community Asset Inquiry model, it can be deduced that transformational community
engagement is afforded by this type of teacher advocacy and leadership work. Specifically, in-service
teachers were, ultimately, making connections between seeing the strengths of the community and how
they might draw on these assets as advocates for their students, families, and communities with their
newfound knowledge and transformative ways of enacting social justice in education (Frederick, Cave,
& Perencevich, 2010).

(3) The use of multimodal literacy practices within an online program supported the
development of teachers’ skills and knowledge as advocates for EL students.
Students used an online LMS (Learning Management System) to upload their work and represented
their assignments by creating course websites using freely available web 2.0 tools that served as a
portfolio of their work. Using multimodal representation with images, text, and hyperlinks allowed
students new ways to share and disseminate their findings from both the community asset map and oral
history assignments (see Appendix D for an excerpt of a student work sample). For example, the actual
practice of building the digital map inspired student insights into the richness of resources and assets in
the community. Juxtapositions of multiple assets—including pictures, text, other images, links, etc. – gave
a textured view of the communities in which our students worked. This multimodal form of
representation is transferable to the P-12 instructional practice, especially applicable for increasingly
hybrid and blended learning models. We encouraged students to apply these applications with their
own P-12 students and consider how to support students as they discovered the assets and contours of
their own communities through participant observation, interviewing, and asset mapping. While we do
not have data regarding how or when such assignments have been modified for use with out teachers’ P12 EL students; the hope is that we are modeling effective instruction that has transferability to the P-12
context. Our students relished using new technology, though scaffolding was required to support
students successful use of blogs and websites. Using web 2.0 tools such as Google Maps and Weebly
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allowed students to curate their community asset maps and texture their representation in ways that
they felt aligned to their understandings of the communities where they worked. One student reflected,
This week was full of first [times]. This is my first blog that I will publish in the first website I
have ever created, after making a map of resources available in the community where I teach. I
am proud and happy to say I might have become [a] savvier teacher that feels like creating a
website for her class next.
Building on the experiences of completing these assignments, students reported through reflective
writing for the course, as well as in their voluntary final course and program evaluations, that they
gained valuable information that would allow them to advocate for their school communities and
families and to represent their advocacy more widely—and with more pride.
The opportunity to engage in new literacy practices seems to have opened up the door for students
to engage a broader audience and build new perspectives on how they can be impactful as TESOL
teachers by allowing students to expand notions of community—both in terms of geographic
community and digital/virtual community. With blog, social media and other digital platforms—
increasingly places of activism and advocacy for justice—our students acquired new pathways for their
work. These are pathways that we hope will be sustained. Through our own reflections, we argue that
such assignments in online graduate TESOL programs for practicing teachers that support local and
authentic engagement, enable teachers to develop their identities as advocates for social justice and
equitable school practices, in particular for their EL students and their families. In this space of
cultivating advocacy skills and developing equity literacy, we recognized that students were
simultaneously building bridges and dismantling walls—crossing borders and re-imagining well-worn
boundaries. In so doing, our students made crucial and relevant connections between home and school.
In turn, new spaces for advocacy and educational justice work emerge through digital and online
practice.

Discussion and Implications
Teachers need requisite skills and knowledge in order to engage in praxis, equity literacy, and
transformative community engagement as advocates for and with EL students, families, and
communities. This knowledge and learning how to advocate for and with EL students, families, and
communities need to be acquired (Moll, Amanti, Neff, & Gonzalez, 1992; Staehr Fenner, 2014). As
students become versed in theories and begin to relate the ideas and concepts to their teaching practice,
this praxis enables teachers to grapple with issues of equity as they develop their equity literacy (Gorski,
2014). Using the Community Asset Inquiry model to undergird the development of course
assignments, enables this praxis to unfold within the context of local school communities that students in
an online program are engaging with through their professional roles as teachers. As such, what
communities possess, need, and want are illuminated for teachers as they consider their roles as
advocate. Online programs that are able to build on praxis in support of advocacy for EL students,
families and communities through multimodal literacy practices (Kist, 2005) have the potential to
transform the way we engage our candidates in their learning and how they build connections with
communities (Russell & Richey, 2017).
Moreover, the Community Asset Inquiry model has wide-ranging application in a variety of
contexts and for a variety of purposes. Supporting pre- and in-service teachers to situate their own
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identities, interrogate their positionalities, develop inquiry/research stances, and explore community
assets can be formalized in an assignment or used as a framework for a variety of learning experiences.
Additionally, the model could be employed by school-university partnerships, including Professional
Development Schools or other collaborative school-university partnerships that focus on issues of
equity, access, and advocacy in service of EL students (Russell, 2018). While these assignments were
employed in an online course in an online TESOL M.Ed. program, we believe teachers who work in
face-to-face contexts would be able to utilize these assignments, perhaps with some modifications. In
our own practice with face-to-face courses, we have used these assignments, allowing students who
work in the same school community to work in teams and physically joining students as they walk in the
community. Representations of this work is not limited to the modalities presented here.
Ultimately, this qualitative self-study inquiry supported our development of the Community Asset
Inquiry model that frames our findings and provides teachers and teacher educators with a dynamic tool
for supporting the development of equity literacy (Gorski & Swalwell, 2015) and transforming teacher
engagement with school communities to be more authentic and democratic (Zeichner, Payne & Brayko,
2015). As our schools become increasingly diverse and academic standards swell, the need for teaching
that incorporate such practices in support of culturally sustaining pedagogy (Paris, 2012) are becoming
more acute. Moreover, there is a persistent need as teacher educators in TESOL to develop ESOL
teacher capacity for advocacy, along with the associated community knowledge, equity stance, and
understanding of praxis necessary to advocate.
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